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School Culture Influences on Beginning Agriculture Teachers’ Satisfaction and Efficacy

Introduction
Since 1990, agriculture teacher attrition rates have been on the rise (Kantrovich, 2007). School culture has been regularly studied as a component of the attrition issue. Boyd (1992) identified school culture as interplay between three factors: attitudes and beliefs of persons inside the school and external environment, the cultural norms of the school, and the relationships between persons within the school.  School culture affects every member in the school building, including teachers (Boyd, 1992).  Agricultural education has a unique setting in each school and therefore unique needs.  Therefore, if agriculture teachers do not feel included or connected with school culture, it may add to the high attrition rate in agricultural education. With this in mind, the researchers sought to understand the role that school culture plays in decisions new teachers make in persisting in the profession.

Conceptual Framework
After a thorough review of literature, a substantive theory was developed highlighting the importance of administrative, colleague, and parental supports, as well as teacher self-efficacy and job satisfaction in decisions related to teaching persistence. Administrative support impacts both a teacher’s sense of self-worth and longevity in the classroom (Brunetti, 2006; Gu & Day 2007), whereas lack of it has been identified as a common problem (Boone & Boone, 2007) and cause of attrition (Walker, Garton, & Kitchel, 2004).  Positive relationships between colleagues play a role in motivating teachers (Brunetti, 2006; Gu & Day, 2007).  However, agriculture teachers who work with unmotivated peers have experienced increased stress (Torres, Lawver, & Lambert, 2008).  Parent-related issues have been a concern and stressor for young teachers (Tait, 2008).  Mundt & Connors (1999) noted that building community and parental support was one of the biggest challenges identified by NAAE Outstanding Young Members.  Teachers who have a high teacher self-efficacy, or feel competent to complete their classroom duties, have been shown to have a high degree of job satisfaction (Blackburn & Robinson, 2008). 

Purpose and Objectives
The purpose of this study is to examine the relationship of how the combination of district and school administrative, colleague, and parental support explained levels of teacher self-efficacy and job satisfaction in early career teachers. The specific study objectives were: 1. Describe perceived levels of district and school administrative, colleague, and parental support, teacher self-efficacy, and job satisfaction; 2. Determine if a model exists explaining a significant proportion of the variance in teacher self-efficacy as explained by perceived administrative, colleague, and parental support; 3. Determine if a model exists explaining a significant proportion of the variance in teacher job satisfaction as explained by perceived administrative, colleague, and parental support. 

Methodology
A relational survey was administered to first and second year agriculture teachers in [STATES]. A list of participants was obtained from state staff. The researchers developed a questionnaire to measure school and parental support consisting of four constructs of 5-point Likert scale items and submitted it to a panel of experts (N = 5) to determine face and content validity. Reliability scores were calculated using third to fifth year teachers and alpha scores for all constructs ranged from 0.85-0.90. A single 7-point Likert scale item was used to determine teacher job satisfaction, which has shown to be as reliable as constructs (Kitchel, et al., 2012). Teacher self-efficacy was determined by using the Ohio State Teacher Self-efficacy Scale. Data were collected using an online Qualtrics survey and were analyzed through SPSS.

Results
For objective 1, descriptive statistics were calculated to describe perceived levels of administrative, colleague, and parental support, teacher self-efficacy, and job satisfaction. On a scale of 1-5 with 1 = Strongly Disagree and 5 = Strongly Agree, the mean score for district administrative support was 3.67 (SD = 1.02); school administrative support was 4.08 (SD = 1.09); colleague support was 3.98 (SD = 1.01); parental support was 3.82 (SD = 0.90). On a scale of 1-6 with 1 = Strongly Disagree and 6 = Strongly Agree, teachers indicated their levels of teacher self-efficacy as 3.94 (SD = 0.40). On a scale of 1-7 with 1 = Strongly Dissatisfied and 7 = Strongly Satisfied, teachers rated their job satisfaction as 4.86 (SD = 1.42).

For objective 2, a stepwise multiple regression was calculated to determine if a model exists explaining a significant portion of variability among novice teachers’ teacher self-efficacy as measured by their perceived levels of administrative, colleague, and parental support.  The analysis resulted in a statistically significant model, which included only the perceived district administrator support construct explaining 8.8% of the variance.  Of all the support constructs, the district administrator construct was the only one to significantly explain a portion of the variance.  All other constructs were excluded from the analysis via the stepwise multiple regression procedures.

Objective 3 sought to determine if a model existed explaining a significant proportion of the variance in beginning teachers’ job-satisfaction and the perceived levels of support from district and school administrators, colleagues, and parents.  A stepwise multiple regression was calculated to determine the relationship.  The analysis resulted in a statistically significant model including school administration, colleagues, and parents’ perceived support accounting for 60.2% of the variance in young teachers’ job satisfaction.  School administrators had the most unique impact, 48.6%, while colleagues had 9.0%, and parental support comprised 2.6% of the variance.  District administrators was removed via the stepwise multiple regression procedures.

Conclusions/Implications/Recommendations
In general, novice teachers have positive perceptions of the support they receive from within the school and district. Based on these results, district-level administration has the largest influence on teacher self-efficacy. In future research, it is recommended to explore this relationship and determine how district administrators influence novice teachers.

Over half of the variance related to teacher job satisfaction can be directly linked to perceived levels of school support, from both school-level administration and colleagues, which is consistent with prior research (Boone & Boone, 2007; Brunetti, 2006; Gu & Day 2007). These perceived aspects of school culture affect job satisfaction, which in turn affects levels of attrition in agriculture programs. In future research, it is recommended to increase the sample size to include more teachers in more states to provide a clearer picture of agriculture education in general.
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